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Abstract 
This paper presents an evaluative study exploring a tripartite field experience model of an initial teacher education programme 
for enhancing pre-service teachers  learning. The learning process of the model incorporates campus-based courses, school 
mentor supports, and activating pre-service teachers  self-efficacy. A cross-sectional quasi-experimental questionnaire was 
applied to collect data from 229 pre-service teachers of the biggest teacher education institute in Hong Kong. A structural 
equation model was applied to explore the relationships between the learning process and their learning outcomes in their 
teaching practices. The results show that the model could improve pre- in instructional design, assessment 
strategies, and managing class activities. 
12 Published by Elsevier Ltd. 
Keywords: Field Experience, Pre-service Teacher Education; 
1. Introduction 
Field experience is viewed as the most critical factor in the development of teaching skills and acquiring 
pedagogical knowledge (Tang, 2003). It provides opportunities for pre-service teachers to internalize the theories 
learned in the campus courses into their own knowledge by practicing the theories in classroom teaching under the 
guidance and support of their school mentors. It is a platform to bridge the theory and practice gap in initial teacher 
education (Darling-Hammond, 2006). The literature highlights the importance of presenting educational practices in 
campus-based courses (Smith & Lev-Ari, 2005; Zeichner, 2010), the articulation of the practices by mentors in 
teaching practice (Rodgers, A. & Keil, V. L., 2007), and activating pre- -efficacy for effective 
learning in their FE activities (Doyle, 1997). The study evaluates the effectiveness of a tripartite FE model which 
integrates these factors for supporting pre-
insights for the improvement of professional programmes of initial teacher education. 
 
The tripartite FE model is characterized by providing campus-based courses and partnership school mentoring 
support, as well as activating pre-service teacher  self-efficacy through the delivery of the FE courses. The model 
could be articulated by Grossman et al  (2009) framework of representation, decomposition, and approximation of 
practices. Representation of practices comprises different ways that practice could be represented through lectures 
and tutorials in the university campus. Decomposition of practices involves breaking down the practice into its 
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constituent parts and the engagement of mentors to provide support to pre-service teachers. Approximation of 
practices refers to the opportunity to engage in teaching practices. The campus-based courses and school mentor 
supports of the model therefore exemplify the representation and decomposition of practices. University professors 
present and decompose pedagogical theories and practices including instructional design, assessment skills, 
activities management, and a range of case study examples through the lectures and tutorials. The school mentors 
also support the decomposition of the theories and practices to the pre-service teachers through learn-by-doing 
approaches. They give pre-service teachers feedback on their skills in instructional design, assessment, and 
managing activities. Both campus-based courses and school mentor supports are essential factors for supporting pre-
-efficacy. 
Self-efficacy is the belief in one's capabilities to organize and execute the courses of action required to produce 
given attainments (Bandura, 1997). It provides a measure of effective learning in the context of initial teacher 
education (Cheung, 2006). Pre-service teachers' self-efficacy would have an impact on how they think, feel, teach, 
and learn, and therefore self-efficacy is a predictor for pre-service teachers' learning effectiveness.  
 
A professional education programme of initial teacher education should address the need to produce 
pedagogical knowledge including instructional design, managing the classroom learning activities, and assessment 
of learning (Smith & Lev-Ari, 2005). These kinds of pedagogical knowledge are also the expected key learning 
outcomes of the tripartite FE model. Instructional design involves analysis, design, development, implementation, 
and evaluation of a lesson (Molenda, 2003; Strickland, 2006). It includes knowing how to analyse learner 
characteristics and tasks to be learned and identify learner entry skills; how to design learning objectives and choose 
an instructional approach; how to develop instructional or training materials; how to implement the lesson and 
deliver the instructional materials; and how to evaluate the lesson plan and recommend the materials that achieved 
the desired goals. Assessing student performance is also a critical aspect in the teaching practices. It provides 
feedback to determine the extent to which instructional objectives have been met, and guides decisions about large-
group instruction or the development of individualized instructional programmes. Research reveals that there is a 
causal relationship between classroom assessments and student performance in standardized tests (Stiggins, 1999a). 
Therefore, pre-service teachers are expected to master the assessment skills through teaching practices. Managing 
learning activities refers to more than discipline or control, but rather spans a broad range of activities such as 
arranging the physical environment, establishing and maintaining classroom procedures, monitoring pupil behaviour, 
dealing with misbehaviour, and keeping students on task in a productive environment (Sanford, Emmer & Clements, 
1983). Managing class learning activities is an essential learning outcome in teacher education programmes. These 
kinds of pedagogical knowledge are expected to be generated from the tripartite FE model. The research question of 
this study is thus: What are the relationships between the supporting factors of the tripartite FE model and its 
learning outcomes? 
2. Methods 
A quasi-experimental research design was used in this study to evaluate the effectiveness of the teaching 
practice and to determine the relationship between the supporting factors and the learning outcomes of the teaching 
practices. The exogenous variables were the learning processes, which consisted of campus-based courses, school 
mentor support, and pre-service teachers  self-efficacy. The endogenous variables were the learning outcomes, 
comprising instructional design skills, assessment strategies, and managing learning activities. The questionnaire 
was based on a number of scales that were constructed to measure the variables. The learning process and the 
learning outcomes of the field experience course were then converted into statements for use in the questionnaire. 
The questionnaire contained 18 questions which were used to measure the exogenous and endogenous variables. 
 
The pre-service teachers involved in the study were all in the four-year teacher education programme in one of 
the largest teacher education institutes in Hong Kong. The institution grants a B.Ed. degree for pre-school, primary 
school, and secondary school teachers. Teaching practice is the core course offered on all the B.Ed programmes at 
the institute. Ethical approval was granted by the ethics committee of the institute. All the participants gave 
informed consent. A self-response quantitative questionnaire survey was prepared in order to obtain feedback from 
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the students on their teaching practice. A total of 229 pre-service teachers responded to the survey. Participants were 
asked to answer questions on the effectiveness of the supporting factors and their learning outcomes from their 
teaching practice. The data were collected directly from the participants by means of the questionnaire.  
 
A Structural Equation Model (SEM) was applied to examine the factor structures and the paths among the 
variables, using Lisrel 8.3 (Joreskog & Sorbom, 1999). An SEM is a collection of statistical techniques that allows 
the examination of a set of relationships between exogenous variables and endogenous variables.  
3. Results 
The structural and measurement coefficients from the completely standardised solution under maximum 
likelihood are presented in Figure 1. The goodness-of-fit statistics are shown in Table 1. The structural equation 
model shows that the pre-service teachers  self-efficacy is the only predictive variable for all the learning outcomes: 
, and A 
campus-based course is a significant predictive 
predictive variable for managing lea
0.22). All the paths in the model were significant at the 0.05 level according to the Z statistics. The hypothesised 
model is a good fit to the data. The results of the LISREL based on 229 participants showed that the chi-square 
value was not significant for the overall model, 2 (N=229) = 146.11, P= 0.076. The PGFI should be larger than 0.5, 
with higher values indicating a more parsimonious fit (Mulaik et al, 1989). Relative-fit index and residual based 
indexes are two types of additional fit indexes widely used to complement chi-square. Relative-fit indexes include 
the comparative fit index (CFI), the non-normed fit index (NNFI), and the incremental fit index (IFI) and range from 
zero to one, with larger values indicating a better fit. They should be at least larger than 0.9 for reasonable goodness 
of fit. In the present study, the indexes are: PGFI = 0.67, CFI = 0.99, NNFI = 0.98, and IFI = 0.99, suggesting a 
reasonable fit between the data and the hypothesised model. A value of 0.08 or less for SRMR and a value of 0.06 or 
less for RMSEA indicate an adequate fit (Hu & Bentler, 1999). In this study, SRMR = 0.049, whereas RMSEA = 
0.029 (90% CI. 0.0; 0.045). Given that this is a very stringent model, these fit statistics indexes show that the model 
fits the data fairly well. 
 
Table 1. Goodness-of-fit statistics of the structural equation model 
 
2 df p-value PGFI RMSEA SRMR CFI NNFI IFI 
146.11 123 0.076 0.67 0.029 0.049 0.99 0.98 0.99 
4. Discussion 
The structural equation model (see Figure 
for the learning process and their learning outcomes in their teaching practice. The model clearly shows that both the 
variables of the three learning supporting factors and the three learning outcomes are empirically constructed into 
latent variables and co-exist in the model. The SEM shows that the FE model has an impact on most pre-service 
teachers in terms of helping to improve their instructional design, assessment strategies, and management of  
learning activities.  
 
Pre-service teachers  self-efficacy is the only predictive variable for all the learning outcomes. This finding 
suggests that their self-efficacy is the main and the critical factor that helps them master the skills required for 
instructional design, assessment strategies, and managing learning activities. This finding is consistent 
(1997) study, which indicated that the beliefs of pre-service teachers are related to their experience gained in 
teaching situations. Activating pre-service teachers  self-efficacy allows them to control their behaviour, thinking, 
and emotions to organize and execute the actions required to learn how to plan, implement, and evaluate a lesson. 
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Figure 1. Structural model   
 
A campus-based course is a significant predictive variable of the skills for instruction design and managing 
class activities. These findings suggest that participants of the campus-based courses learn the skills for instructional 
design and managing the class learning activities. Surprisingly, a campus-based course is not a significant predictor 
for assessment skills. This finding is consistent , which suggests that pre-service teachers 
are not well prepared to assess student learning. The education practices of classroom assessment should be well 
presented and decomposed in the campus-based course (Stiggins, 1999b).  
 
School mentor support is a significant predictive variable for skills required for managing learning activities 
only. Unlike the campus course, the mentor support is not related to the learning outcomes for instructional design 
and assessment strategies. This finding is consistent with Feiman- , which identified 
mentoring as a mechanism for supporting teaching practice in knowing how to manage class learning activities 
according to the lesson plan. The school mentor has a great impact on the quality of the field experience of pre-
service teachers. Insufficient training for school mentors is therefore a serious challenge to creating consistent and 
optimal field experience for pre-service teachers (Rodgers & Keil, 2007). A teacher education institute may consider 
building partnership with schools not only for the purpose of securing placements for teaching practice, but also to 
provide in-service training schools for school mentors. Teacher educators and school mentors could work together in 
a team to discuss ways to build a scaffolding for pre-service teachers. In this connection, enrolling school mentors in 
mentoring training and in-service teacher training programmes is essential to the success of pre-service teaching 
practice. 
5. Conclusion 
This study evaluates the effectiveness of a tripartite field experience model for improving pre-service teachers  
learning. The model could support the improvement of pre-service teachers  learning in designing learning activities 
of a lesson, managing the class learning activities, and assessing student learning activities regarding the lesson plan. 
The model bridges the theory and practice gap by presenting and decomposing the education practices through 
campus courses, school mentor supports, and activating pre- self-efficacy for effective learning. 
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This study recommends a set of guiding principles for teacher education institutes, including enhancing the quality 
of the campus course, strengthening the school partnership, providing an in-service teacher training programme to 
school mentors, and activating pre-service teachers  self-efficacy, to improve the quality of their initial teacher 
education training programmes. 
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